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Despite the emphasis given to English as a foreign language (EFL) instruction, a significant percentage of 
Turkish students fail to achieve a satisfactory level of English mastery. With respect to this issue, 
insufficient professional knowledge of EFL instructors has been noted as a major obstacle to learner 
success. Thus, conjecturing that ineffectual teacher development programs may contribute to lack of 
competence in EFL instruction, the researchers aimed to investigate the attitudes of 42 Turkish university 
EFL instructors toward professional development by means of a cross-sectional survey. It was found that, 
although teachers considered professional development to be important, the participants generally did not 
view the available career growth opportunities to be applicable to their teaching practice. 
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1. Introduction 
In the years following the Second World War, and again in the post-Soviet era of the 1990s, countries 
around the world expanded their emphasis on English language instruction as a core requirement of 
education (Collins, 2010). Even in countries where English has no official standing, its prominence as an 
international contact language is widely recognized. Thus, in order to consolidate their status as members 
of the global community, developing nations such as Turkey have placed substantial importance on 
 
*Corresponding -462-377 7068 
E-mail address: servet61@ktu.edu.tr. 
Available online at www.sciencedirect.com
© 2012 The Authors. Published by Elsevier Ltd.
Selection and peer-review under responsibility of ALSC 2012
Open access under CC BY-NC-ND license.
Open access under CC BY-NC-ND license.
1861 Servet Çelik et al. /  Procedia - Social and Behavioral Sciences  70 ( 2013 )  1860 – 1871 
providing the caliber of foreign language instruction necessary to allow their citizens to become 
-
2009). Yet, in spite of the continued efforts of educational policymakers to implement effective foreign 
language programs in Turkey, a significant percentage of students fail to achieve satisfactory levels of 
-
2007).  
Because mastery of English is viewed as essential to the success of individuals in all disciplines, 
determining the underlying causes of this troubling issue has been an ongoing focus of educational 
research. Among the numerous factors believed to contribute to poor outcomes in English language 
instruction, the ineffectiveness of foreign language teachers has been widely criticized 
substantial attention has been focused on improving the quality of language teaching in Turkey, with 
particular consideration given to enhancing pre-
education curricula and providing more comprehensive fieldwork opportunities for student teachers 
beyond the preparatory phase should also be considered as a factor in the ability of classroom instructors 
to provide adequate instruction. 
1.1. What Is Professional Development? 
Before delving into the issues surrounding professional development in Turkey, it is necessary to 
clarify what is intended by this term with respect to the current study, as numerous interpretations have 
been proposed. Craft (1996) and Johnson and Golombek (2011), for instance, comprehend professional 
preparatory phase. On the other hand, researchers such as Richards and Ferrell (2011) and Shawer (2010) 
take the position that professional development comprises any career-building activities that are 
undertaken by practitioners after completion of their teacher training. For the purposes of this study, the 
researchers differentiate between teacher training (including teacher preparatory programs and pre-service 
following completion of teacher training), as the focus in this case is on the ongoing efforts of in-service 
teachers to improve themselves professionally. 
1.2. Why Ongoing Professional Development is Necessary 
Numerous researchers have argued in support of the necessity of professional development for 
teachers. For example, Karabenick and Noda (2004) note that teacher development is a critical factor in 
improving teaching practice, as well as in staying current with the latest knowledge in the field. 
Furthermore, Mizell (2010) points out that ongoing efforts at career development are needed for teachers 
to understand the best methods for reaching their students; while Richards and Farrell (2005) suggest that 
ongoing teacher development can help in-service practitioners to become familiar with the latest 
resources and methodologies and to avoid falling behind on the current standards for instruction. 
1.3. Types of Professional Development Activities 
For most teachers, in-service instruction such as teacher workshops, training sessions and seminars is a 
development activities, however, teaching practitioners at all levels have multiple opportunities to engage 
in professional development on an individual basis. For instance, according to Richards and Farrell 
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(2011), reflective writing through the use of teaching journals; reviewing audio or video recording of real-
time classroom instruction; and conducting teacher research may enhance professional growth. Fendler 
(2003) and Murray (2010) particularly support the use of reflective journals as a tool for individual 
professional development; while Nodoushan (2010) recommends keeping an ongoing portfolio of lesson 
plans, student evaluations, administrative documents, and other materials throughout the course of an 
mentoring, support groups and cooperative research can foster a sense of achievement and connectedness, 
leading to increased career satisfaction in addition to  
1.4.  
ze, learner outcomes in foreign language instruction 
depend in large part on the efforts of EFL instructors to stay current with the latest approaches to 
language teaching, to engage in ongoing development of their instructional skills, and to reflect critically 
on their classroom practice. In the Turkish context, classroom instructors are required to attend teacher 
find the professional development opportunities that are open 
to them to be largely irrelevant, and thus, these activities are often viewed as a necessity to be endured, 
rather than as an opportunity for professional growth. Furthermore, there is an overall disinclination 
among practitioners to engage in teacher development on a voluntary basis, due to considerations such as 
overwhelming workloads, lack of institutional support, poor teaching conditions, and limited financial 
motivation for involvement in professional development activities. As he points out, the highly 
centralized educational system, with its hierarchical decision-making process and extensive regulatory 
power, precludes any individual incentive for engaging in reflective activity or furthering their 
professional knowledge. 
2. Purpose of the Study 
their professional development efforts, from a formative standpoint as well as a reflection on their 
attitudes concerning their voluntary professional development activities is scarce, and the majority of 
these studies have focused on English language instructors at the elementary and secondary education 
 Therefore, the researchers believed that an investigation of the 
professional development efforts of university EFL teachers in Turkey is necessary in order to determine 
what, if any, efforts they make to grow professionally, as well as what motivates (or demotivates) them to 
engage in career development activities. Accordingly, this study was conducted in order to answer the 
following research questions: 
1. What do university-level EFL instructors in Turkey understand as professional development? 
2. How important is professional development to EFL instructors at the university level? 
3. What types of professional development activities do university-level EFL instructors engage 
in on a regular basis? 
4. How effective do they find these activities to be in enhancing their teaching ability? 
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3. Methodology 
3.1. Research Design and Sample 
As the existing research concerning the professional development of Turkish EFL instructors is 
primarily qualitative in nature
attitudes toward various aspects of professional development is necessary. Thus, a cross-sectional survey 
design was adopted (Fraenkel & Wallen, 2008) in order to provide an objective view of the common 
perceptions of foreign language teachers with respect to the career development opportunities available to 
them. Purposive sampling (Creswell, 2007; Patton, 2002) was employed in order to select the participants 
who could provide the most relevant information for the purposes of the study. Accordingly, as the focus 
of the investigation concerned the opinions and beliefs of classroom EFL instructors, 42 English teachers 
who were currently working in the School of Foreign Languages of a prominent university located in 
northeastern Turkey were invited to participate in the study. Before proceeding with the survey, the 
participants were informed of the purpose of the investigation, and their written consent was obtained. 
3.2. Data Collection 
The data were collected by means of a 9-section questionnaire, which was adapted from Karaaslan 
(2003) to fit the requirements of the present study. In addition to the preliminary items concerning length 
of experience and field of expertise, the survey consisted of a total of 71 Likert-type questions which 
 As Simon (2011) asserts, -type scales are 
assumed to have equal units as the categories move from most negative to most positive. This allows 
measurement of attitudes, beliefs, and  (p. 
188). Likert scale responses are treated as ordinal data, especially when using only five levels, as it cannot 
be assumed that respondents perceive the difference between adjacent levels as equidistant.  
To confirm the validity of the instrument, the questionnaire was submitted to three experts in the field 
of English language education in order to verify that the nature and scope of the questions were 
appropriate for the purposes of the study (Isaac & Michael, 1995; Simon, 2011). The survey was then 
piloted with several EFL instructors who were not involved with the project. In addition to responding to 
the survey items, the instructors provided comments concerning their statements, and the questionnaire 
was revised based on their feedback. 
Furthermore, the reliability of the survey was established by testing the internal consistency through 
use of the Cronbach alpha coefficient analysis (Fraenkel & Wallen, 2008). The results indicated a 
satisfactory level of consistency for each section (Section B: 0.725; Section C: 0.842; Section D: 0.847; 
Section E: 0.853; Section F: 0.731; Section G: 0.864; Section H: 0.691; Section I: 0. 891). 
3.3. Data Analysis 
The responses from the questionnaires were analyzed using SPSS 16.0 software. In order to present the 
numerical data in a manageable form, descriptive statistics were employed (Fraenkel & Wallen, 2008). 
Accordingly, to understand the most common measures of central tendency, the researchers examined the 
mean scores in order to make judgments about the data. As the sample size was limited, the test was 
considered to be non-parametric; therefore, it cannot be presumed that the small research sample is 
representative of the larger population. 
One of the hypotheses proposed by the researchers was based on the reasoning that there may be 
differences between groups with respect to their gender, years of experience and level of education. By 
interpretation of the p (probability) value, it was observed that p >.05, which exceeds the Null Hypothesis 
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declaration that p <= .05. Thus, there was sufficient information to accept the Null Hypothesis and to 
determine that there was no significant overall difference between the groups (gender, years of 
experience, educational level and current work load) in terms of their degree of agreement and extent of 
importance given by the participants in sections B through I of the survey. 
4. Results 
The results for each section of the questionnaire are tabulated below, with a focus on the items which 
were rated as most or least significant by the respondents. 
4.1. EFL /ESL Teachers Attitudes towards Professional Development 
Section B of the questionnaire 
professional development. There were 11 items in the section, with five possible responses ranging from 
strongly disagree  to strongly agree.  
Section B: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SB7 41 3.00 5.00 4.8780 .39970 
SB8 41 4.00 5.00 4.8049 .40122 
SB11 41 4.00 5.00 4.5854 .49878 
SB9 42 3.00 5.00 4.4762 .59420 
SB6 41 3.00 5.00 4.4390 .54994 
SB2 42 2.00 5.00 4.2143 .68202 
SB3 40 2.00 5.00 4.1500 .69982 
SB4 42 2.00 5.00 4.1190 .67000 
SB1 41 2.00 5.00 4.0732 .84824 
SB10 42 2.00 5.00 3.9762 .81114 
SB5 40 2.00 5.00 3.8750 .72280 
Valid N (listwise) 35     
In this section, it was found that item SB7
with this statement. On the other hand, item SB5 had the lowest rate of agreement (M=3.88), indicating 
that the participants generally did not believe 
identify problems, strengths and weaknesses. 
4.2. Teacher Development Activities 
Section C was designed to gather information about the importance teachers placed on various 
professional development activities. There were 16 items, all of which had 5 options not 
important  very important.  
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Section C: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SC9 42 3.00 5.00 4.2857 .50778 
SC1 42 3.00 5.00 4.2143 .51965 
SC11 41 3.00 5.00 4.1951 .67895 
SC3 41 3.00 5.00 4.1220 .64012 
SC4 42 2.00 5.00 4.0952 .69175 
SC15 42 3.00 5.00 4.0238 .64347 
SC10 42 3.00 5.00 4.0238 .64347 
SC8 42 2.00 5.00 4.0000 .79633 
SC2 42 3.00 5.00 4.0000 .69843 
SC5 39 2.00 5.00 3.8974 .82062 
SC7 41 2.00 5.00 3.8780 .78087 
SC13 42 2.00 5.00 3.7857 .75015 
SC12 42 1.00 5.00 3.3810 .98655 
SC14 41 1.00 5.00 3.2927 1.03063 
SC6 42 1.00 5.00 3.2857 1.19523 
Valid N (listwise) 36     
As indicated in the table above, nearly all of the participants indicated that item SB9, 
ideas or suggestions in practice,
item SB6, concerning observation of classroom events by department heads, directors and administrators, 
was given the least importance (M=3.28). 
4.3.  
professional development. There were 9 items, all of which had 5 options ranging from not important
very important.  
Section D: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SD2 42 1.00 5.00 4.2381 .95788 
SD1 42 1.00 5.00 4.1190 1.06387 
SD7 42 1.00 5.00 3.9524 1.16770 
SD3 42 1.00 5.00 3.8571 .95180 
SD6 41 1.00 5.00 3.8293 1.20213 
SD4 42 1.00 5.00 3.7857 1.04848 
SD5 41 1.00 5.00 3.5366 1.22673 
SD8 42 1.00 5.00 3.4286 1.51646 
SD9 41 1.00 5.00 2.8780 1.30758 
Valid N (listwise) 39     
Most of the participants indicated that excessive workload is a factor that hinders their professional 
development (M=4.24), rating this item as either important or very important. On the other hand, the 
teachers indicated that difficulty in accessing literature in the field was not a significant obstacle (M=2.9). 
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4.4. Time Spent on Improving Your Teaching 
Section E was designed to gather information about time spent by EFL/ESL instructors on improving 
their teaching. There were 9 items, all of which had 5 options: no time,    
1 to 2 hours,  and more than 2 hours.  
Section E: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SE9 41 1.00 5.00 3.4878 1.28689 
SE5 42 1.00 5.00 3.3571 1.26532 
SE1 39 1.00 5.00 3.3333 1.19942 
SE7 41 1.00 5.00 3.2683 1.16242 
SE3 42 1.00 5.00 3.1429 1.20104 
SE8 42 1.00 5.00 3.0952 1.12205 
SE6 42 1.00 5.00 3.0238 1.11504 
SE2 42 1.00 5.00 2.9762 1.37021 
SE4 41 1.00 5.00 2.8780 1.14445 
Valid N (listwise) 36     
Overall, the participants indicated that they spent less than one hour per week on any of the specified 
using computers to support instruction was indicated most frequently by the respondents (M=3.49), while 
they asserted that, in general, they spent 
management skills (M=2.88). 
4.5. Applicability of Professional Development 
Section F consisted of two items concerning the applicability of the professional development 
activities in which the teachers had participated in the past 12 months. The first item asked participants to 
characterize the usefulness of these activities as not at all useful,  mostly not useful,  mostly useful,  
and very useful.  The second item asked the respondents to rate the extent to which they had been able 
to implement what they had learned from these activities as not at all,  slightly,  somewhat  and a 
great deal.  
Section F: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SF2 42 1.00 4.00 2.9048 .82075 
SF1 42 1.00 4.00 2.7619 .87818 
Valid N (listwise) 42     
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Most of the participants characterized their professional development experiences as not very useful to 
their teaching (M=2.90); furthermore, they indicated that they had learned to only a slight degree from 
these activities (M=2.76). 
4.6. Incentives for Professional Development 
Section G was designed to gather information about incentives for professional development. There 
were 7 items, all of which required a YES or NO answer. 
Section G: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SG1 40 1.00 2.00 1.8750 .33493 
SG6 41 1.00 2.00 1.8537 .35784 
SG5 41 1.00 2.00 1.8049 .40122 
SG4 41 1.00 2.00 1.7805 .41906 
SG2 41 1.00 2.00 1.7805 .41906 
SG3 41 1.00 2.00 1.7561 .43477 
SG7 41 1.00 2.00 1.4878 .50606 
Valid N (listwise) 40     
It was found that most of the participants (M=1.88) had not received any monetary incentives for 
professional development, either in the form of reimbursement for expenses or additional pay for time 
spent in developmental activities outside of regular work hours. On the other hand, a number of the 
respondents indicated that they had received formal recognition or higher ratings on their annual teacher 
evaluations (M=1.85) for engaging in professional development activities. 
4.7. Impact of Professional Development (Part A) 
Part A of Section H asked the participants to indicate whether they had engaged in specified 
professional development activities over the past 12 months. There were 7 items, all of which required a 
YES or NO answer. 
 
Section H (Part A): Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SH7P 40 1.00 2.00 1.8000 .40510 
SH5P 41 1.00 2.00 1.7317 .44857 
SH3P 39 1.00 2.00 1.7179 .45588 
SH4P 41 1.00 2.00 1.7073 .46065 
SH6P 40 1.00 2.00 1.4750 .50574 
SH1P 41 1.00 2.00 1.4634 .50485 
SH2P 40 1.00 2.00 1.4500 .50383 
Valid N (listwise) 36     
 
Most of the participants answered that they had not participated in mentoring and/or peer observation and 
coaching as part of a formal university arrangement (M=1.8). On the other hand, a significant number of 
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the participants had taken part in educational conferences or seminars during the last twelve months 
(M=145). 
 
4.8. Impact of Professional Development (Part B) 
Part B of Section H asked the participants to rate the degree of impact of the activities in which they 
to .  
 
Section H (Part B): Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SH6IMP 19 1.00 5.00 3.0526 .84811 
SH3IMP 10 1.00 4.00 3.0000 1.05409 
SH1IMP 23 2.00 5.00 3.0000 .90453 
SH4IMP 13 1.00 5.00 2.9231 1.25576 
SH7IMP 11 1.00 5.00 2.9091 1.13618 
SH2IMP 21 1.00 4.00 2.6190 .74001 
SH5IMP 12 1.00 5.00 2.5833 1.16450 
Valid N (listwise) 3     
According to the results, none of the activities mentioned was described as having a great deal of impact 
individual or collaborative research on topics of professional interest 
was indicated by most of the respondents as having a moderate impact on their practice (M=3.05), few of 
the participants answered that they had joined a network of teachers formed specifically for professional 
development purposes (M=2.58). 
4.9. Perceived Need for Professional Development 
Section I was designed to gather information about the perceived need for professional development. 
There were 9 items, with 4 possible responses for each item ranging from no need at all  to high level 
of need.  
Section I: Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
SI10 40 1.00 4.00 2.6000 1.10477 
SI6 41 1.00 4.00 2.5854 .89375 
SI7 41 1.00 4.00 2.4390 1.07352 
SI2 41 1.00 4.00 2.3171 .81973 
SI1 40 1.00 4.00 2.3000 .99228 
SI3 40 1.00 4.00 2.2500 1.03155 
SI11 41 1.00 4.00 2.2195 1.08426 
SI8 41 1.00 4.00 2.1707 .94611 
SI4 41 1.00 4.00 2.1951 1.00547 
SI5 40 1.00 4.00 2.1500 .89299 
SI9 41 1.00 4.00 2.1220 .92723 
Valid N (listwise) 38     
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As the table above indicates, most of the participants viewed managerial duties and administrative tasks 
as unnecessary to their professional development (M=2.12). On the other hand, learning more about 
teaching in a multicultural setting was held to be important to professional growth (M=2.60). 
5. Discussion and Conclusion 
It can be seen from the results that, while the majority of the participants felt that willingness was a 
significant factor in professional development, they disagreed with the notion that teachers should 
evaluate the practice of their peers. Furthermore, although trying out new ideas or suggestions was seen 
as important, classroom observation by school administrators or officials was not viewed as a necessary 
aspect of professional development. In terms of significant barriers to career development, excessive 
workload was seen as a deterrent, a factor which is supported by the contentions of 
; on the other hand, access to current literature was not viewed as a problem. While a 
significant number of the responden
facilitate instruction, developing their classroom management techniques was not an important issue. 
On the whole, the respondents felt that the professional development activities in which they had 
engaged had not resulted in a significant impact 
assertion that Turkish EFL teachers find career development activities to be largely irrelevant. In addition, 
the findings affirm  (2011) and  (1996) contention that teachers receive little in the 
way of support for their professional development efforts, as none of the respondents had received 
financial compensation for formative activities undertaken outside of normal work hours. On the other 
hand, they acknowledged that they had received formal recognition or higher scores on their evaluation, 
which is at odds with many Turkish teachers receive little encouragement 
for engaging in professional development. Finally, regarding the aspects of their practice that they viewed 
as needing improvement, the participants on the whole felt that multicultural experience would contribute 
to their career growth, while involvement in managerial duties was not generally viewed as an 
opportunity for expanding their professional skills. 
As the results of the present study are limited by the small sample size, similar research on a larger 
scale is recommended in order to expand the findings to the larger population of Turkish EFL instructors. 
However, in this case, it can be concluded that while English language teachers demonstrated a positive 
attitude toward professional development and saw a place for it in their in practice, they did not consider 
the activities which were open to them to have a significant impact on their teaching; furthermore, their 
voluntary efforts with respect to career growth were extremely limited. These findings indicate that there 
is room for improvement in the range of career development activities open to Turkish EFL practitioners 
in the context of higher education, thus arguing for the enhancement of both mandatory and voluntary 
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